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HOW TO TAKE A GOAL APART

and

HOW TO PUT IT BACK TOGETHER AGAIN
IN AN INSTRUCTIONAL

SYSTEM

PO~1, entitled, HOW TO CLARIFY CLASSROOM INSTRUCTIONAL GOALS THROUGH
PERFORMANCE OBJECTIVES, appears on microfiche ED 056-994.

PO-2, entitled, HOW TO INDIVIDUALIZE YOUR CLASSROOM INSTRUCTION BY
USING PERFORMANCE OBJECTIVES, appears on microfiche ED 074~032,

PO~3, entitled, CHECKLISTS ON HOW TO TAKE A GOAL APART AND HOW TO PUT
IT BACK TOGETHER AGAIN IN AN INSTRUCTIONAL SYSTEM, provides technical
data necessary to implement PO~1 and PO-2.
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ANALYTICAL TABLE OF CONTENTS iii

WRITING When you have difficulty writing the
CONDITIONS of your performance objectives,
[l L D e L L page 20

For help writing the PERFORMANCES and
the CRITERIA, g0 t0 ~==~cecccecccencccncccncaccaan- .page 24

TEACHING When you are obliged to give a short
INTRODUCTORY LECTURE on performance .
objectives, g0 t0O =~=cecccmcenccni e pages 3 to 6

You will find there a basic outline and
introduction to the transparency masters
included in this document,

SYSTEM BUILDING When you are confronted with an
audience that the ADVANCED LECTURE
on performance objectives, modules,
and educational systems, g0 t0 ===--wmaceu- pages 43 to 47

Y>u will find there a perspective that
will enagble you to inform and coordinate
the brain power in the group in front

of you,

MEDIA COKRRELATION When you are in a situation that
requires you to work with educational
technology, g0 t0 ccsccemcccccccmcccanana. page 34

FOR A COMPLETE OVERVIEW OF THE CHECKLISTS, g0 to ==we-mwe-- pages 37 to 39
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WHAT 1O DO WITH THIS MATERIAL

Look at page i -- DECIDE whether you want to (a) take a goal epart
or (b) put it togpether as your main goal.

IF you choose (a), go fumcdiately to page s,
the transparency masters there will give you
a rapld overview.

IF you choose (b), go immediately to page 10

where you will l2arn how to use the attached
checklists in 8 systematic fashion.

Look at papce ii -- IF THE TABLE OF CONTENTS CONFUSES YOU, go immudiatzly
to page 48 and try one of the pretests. Tnese short
questions will give you some idea of wnat to ezpect.,
IF YOU UNDERSTAND THE TABLE OF CONTEKTS, you will
recalize that this book is u compendium of resources,
Start with a section that intcerests you,

Look at page ili -- DECIDE whether your maio Intercst is

WRITING

TEACHING

SYSTEM BUILDING
MEDIA CORRELATION

CURIOSITY

Then act accbrdingly. Start on the page Indicated.

FOR A RAPID OVERVIEW, start recading on page 473,
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AUDIENCES
; Most readers nowadays ask themselves,
WHO MAY '
j "Is this material written with me
BENEFIT i
& in mind?" The next question often is,
FROM :
: "What's in this publication for me?"
THIS !
MATERIAL ;
!
AUDIENCE BENEFITS
S S
1. ANYONE WHO WANIS TO KNOWLEDGE
START WRITING . Basic Vocabulary
Basic Expr(ssions
PERFORMANCE OBJECTIVES Components of a Well
] Written Objective
‘_-'*—*""W”"""“'m_”"“'"“[j_"~' ' Taxonomy Fundamentals

et et e S, SKTLLS

ﬁ Pinpoint "Fuzzy' Words

! Substitute Precise Terms

Teach So As to Stress
Actions More than Words

Tie Your Course Together So
That Learners Consider 1t
Relevant and Effective

ATTITUDES

Better Writing Is Less Important
Than Better Teaching and Learning

Performance Objectives Stress a
PROCESS More Than Writing

If It's Worth Teaching, It's Worth
Specifying and Detailing




AUDIENCE
ANYONE WHO WANTS TO
TEACH SOMEONE ELSE
HOW TO WRITE

PERFORMANCE OBJECTIVE

ANYONE WHO WANTS TO
MAKE TEACHING AND
LEARNING

MORE SYSTEMATIC

BENEFITS

KNOWLEDGE

Assesaing Learner Benchmarks
" Typical Starting Places
Errors to Aveid
Simple Understandable Terminology

SKILLS

Let the Learner Get Used to the Idea

Stress Important Principles Rather
Than Unnecessary Convertions

Use Transparencies Rather Than
Needless Words

Start People Writing So They Can
Learn by Experience Rather Than
by Listening and Memorization

ATTITUDES

Writing Goals Is the LAST Step

Value Clarification Is More
Important Than Cost Cutting

Teachers Must Change in the Classroom
As Well As on Paper

"My job is to help him write clearly,
it's not to tell him exactly what
and exactly how to writel"

KNOWLEDGE
"What am I trying to do?" (TARGETS)
UPWARD - - Ilwhy?ll
DOWNWARD ~- "How?"

SKILLS

"How will I know when I've succeeded?'
(TESTS)

ATTITUDES

"There are many ways to get there!"
(TECHNOLOGY)
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TRANSPARENCY
MASTERS |
THAT CAN BE
USED TO
EXPLAIN

THIS PROCESS
TO A

"~ LARGE GROUP

TKANSPARENCY TITLE

A. WE GOAL BECAUSE....

—_—
B. OBJECTIVE INCLUDES ONE —_—
| LEARNING OUTCOME....
| d
C. FORMULA : —_—

OBJECTIVE EQUALS.. ..

‘With these transparency masters,
you will be able to make a series
of transparencies especially
designed to illustrate the
process of writing pzrformance

and behavioral objectives,

FUNCIION

Goal writing must not be considered as
an activity divorced from what happens
in the teacher's classroom.

Goal writing (SETTING UP RELEVANT TARGETS)
leads automatically into self-evaluation
(DESIGNING APPROPRIATE TESTS).

When a teacher is forced to stress the
most ilmportant outcome of his course,
he tends to do a better job.

Some good teachers are not very good at
writing, but they are very expert at
knowing what is important and what 1is
secondary in their course.

It 18 necessary to break the "course habic“
to which many teachers are addicted.

The remedy gtresses performance rather than

subject matter. Every performance has a.
context (WE CALL IT CONDITIONS) and
standards of cxcellence (WE CALL THEM
EVALUATIVE CRITERIA).



TRANSPARENCY TITLE ' FUNCT ION

D. EXAMPLES OF CONDITIONS ———>= This transparency gives numerous examples
: of typical conditions to be found in
performance objectives.

L The idca to stress here ia that certain
T T types of performance conditions can be
groupea together into gencral categories,
- such as atmosphere, tools, team, and others.

Such generalization has a larger payoff
than mere itemization,

E. A FEW GUIDELINES ————>» These guidelines should not be misinter-
preted as rigid specifications.

For example, the stress on PRODUCT, in
guideline 4, should in no way be
mistranslated as an attempt to undermine
the necessary '"process’ goals of a course.

U |

In such a case, ''process' itself would
be the desired product of instruction.

F. WORDS OPEN TO ————> Tcachers will tend to use these general
MANY INTERPRETATIONS words. For the teacher, each usgse of

these terms has a very specific meaning.

It is the job of the objective writer to
"help'" the teacher choose other words
which get the message across to students,
learners, and other. educators.

e e e e

e A ¢ g 4 20 i + vt e 85+ i cmptmrana o ¢+

G. WORDS OPEN TO FEWER ———=> This list is merely illustrative of
INTERPRETATIONS "action and visible verbs."

There are hundreds of other verbs that
can be legitimately used by teaching
L e et S e switching oyer to '"observable goals.”

In any case, the choice of the ''proper
word! should be secondary to the choice
of relevant and important objectives,
When the goal is made clear, the choice
of languuge will take care of itself.




TRANSPARENCY TITLE : FUNCTION
‘ ] .
H. EXAMPLES OF EVALUATION ———=> Both the learner and the teacher must
CRITERIA be able to specify exactly what con-

stitutes sBuccess.

This process of self-evaluation should
be rendered as clear, objective, and
simple as possible.

With the possibility of computerized
correction, speed is also a possibility.

In the area of psychomotor and affective
skills, other evaluation instruments
will round out the picture presented

by paper and pencil type examinations.

I. AN EASY QUESTION ————> This question is presented to provoke
introspection and various comparisons.

It is intended to make the teacher and

I o e learner ask himself, "Is the technological
o level of instruction up to the minimum
already in use in our homes?'"

J. EACH ANSWER IS VISIBLE -———> This vast array of technology makes it
clear how much our homes owe to the
benefits of technology properly used.

| These pieces of hardware do the job
faster, more economically, and perhaps
better than the '"old way."

K. A MORE DIFFICULT QUESTION | ———>> Now is the time for educators to inquire
i{nto the state of the art ip instructional
technology. The main idea is not merely
to add machinery.

The goal herv is to recognize the necessity
and advantages of man-material-machine
systems in the world of education.




TRANSPARENCY TITLE FUNCTION

[ e e e J—

L. GOAL INCLUDES.... «—moe——3m The two terms, goal and objective, are
similar In general signification.

In very stecific genscs, goal is the
more general term; objective is the
SO more 8pecific term.

Goals tend to stress values and attitudes.
Objectives tend to stress actione and
visible activitics.

Our preterence for OBJECTIVES 18 not tc

be interpreted as a bias agalnst GOALS.

It i8 simply 3jue to the fact that objectives
are more visible and more observable.

Goals, valuable as they might be, are

often quite difficult to measure.

M. OBJECTIVE EQUALS . e This is intended to a-ress the realistic
LEARNING PRODUCT 1dea that we observe goals through their

menifescation in numeroua objectives.

We can't measure things such as patrictism
T T e e e e s s e ) dircctly. However, 1f we value {t, w:=
tend to rely heavily upon indirect obser-
vations : we measure outward signs of
respect for the flag and government, we
measure actions deemed appropriate, and

we 8pell these out Iin objectives.

The five activity types in the box repre-
sent only a few of the possible activities
that can be tied in to invisible goals.

N. OBJECTIVE EQUALS ——————2> Objective writing 18 student-centered.
BEHAVIOR OF STUDENT
Instead of saying, "I will give a lecture
on toplc Y," the teacher (s forced to
say, "At the end of this course, my
e e i e students who become learners will be able
to do X, Y, and Z. At the beginning of
the course, they were not able to perform
these three activities!"




CHECKLISTS: 1Items Helpful to
Pinpointing
Performance Objective
e Conditions,
e Parformances, and

e Criteria

The following checklists have been developed for
:two major auciences: teachers writing performance objectives
and researchers trying to taxonomize the components within
specific objectives. Teachers can find herein a list of
qﬁeations they can ask themselves about their teaching goal
before they start writing. Researchers can find herein an
open~ended thesaurus useful to classify and cross-reference

item and objective banks.




Checklists -- and Goals of Instruction

One of the casiest ways to kill off
professional interest in the goals of
instruction would be to veduce the role of
the teacher to that of a functionary who
checks off exactly what he wants to teach.
The enthusiastic teacher thinks of his
classroom objectives as much too unique
to be adequately described by a brief 1list
of items. The uninformed student will
probably find the checklist approach
rather dull and tedious as & first intro-
duction to exciting subject matter.

These checklists were written with a
definite philosophy of objective writing
in mind. 1t can be approximated in three
Jdirect statementss

1 -- Teachers are the oncs to decide
what they want to teach in
their classrooms.

2 -- Comparisons among and between
teachers ghould be teacher-
initiated,

3 -~ Quality of written objectives is
irrelevant as long as quality
i8 maintained in classroom
instruction,

Putting All This in Performance Terms

Choice -- Teachers should begin asking
themselves a number of questiong:

o What do | want my students to do?
e Why?
e Can it be mcasured?

This 18 not a process to be done in an
ivory tower, It would seem appropriate to
involve fellow teachers, the general public,
graduates, and present students to insure
a gufficiently broad sample,

The following checklists will give some
indication of how to summarize the results
of all this discussion and decision-making.

Q

Comparisong -- The general public,
achool administrators, tcachers, and

students are interested in knowing cxactly
what 18 going on in the schools they
support, The type of data required for
all this i8 often contained in curricula
outlines and in the academic recordkeeping
systems developed to report student grades
and achievement., Unfortunately, such data
is not always precise enough to tell an
individual teacher e¢xactly what he could
do to make his instruction more relevant,
more interesting, and more efficient,

If such data were available to him
in a form that could be revealed only at
the discretion of the individual concerned,
teachers would be 4n a better position to
reorient goals and methods to attain
degired instructional objectives.

Each of the items on the checklist
is little more than an abbreviated
notation of one or more variableg on which
a teacher can compare himself with others.
The idea is to provide a comprehensive
listing cof things that can influence
learning; after that, it is up to the
individual teacher to do something about
it in his classroom.

Quality Objective Writing -~ It is
the opinion of the author that most courses
can be summed up in a list of ten or less
objectives that will not fill up more than
a page of double-spaced typing.

A good objlective, 1like a good talk,
takes a long time to write and refine. It
is easy to give an hour talk without much
retouching; to give a good five minute
presentation takes several hcurs of
retooling. 71t i8 the same thing with good
objective writing,

The following checklists are an attempt
to systematize the numerous decisions and
issues that must be resolved before an
objective is written with enough quality
to make itself crystal clear to the non~-
specialist, This i8 not eagy task; doing
a lot of writing will not make 1t much
easier. It 18 a question of decieglun
and perspective: essenti{als must bLe
distinguished from peripheral detail. 1t
is hoped that these checklists will assgist
in this procees.
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Qullininge the Covrso

Must teachoers hzve course outlincs. Somatimes, schoels have doveloped
course oullines in Lhe form of topics Lo be covered. Jowe sccondary schools
have put out catalogs vwhich give a brief resuvme of cach scotion of o progron,
Teachors have often kept notes in unit sisc scgments.

The first step is to simply write thesce down in vough fnrm.  for examﬁla,

a teacher may write:

My Course Content ' TTmmmm————— o '””"W““'”S
MY MosT ]HPOM:.I.. GOAL
THIMINAL OBJLCJLV%) l

S— -— [P —

P

Unit One (Topic One, ctc.)

Unit Two STEP UFUARD
N AVFROXINAT LOY
Unit Thrce l 10 TTKHiLAL OnJECTIVE)
oo
Unit Four®¥# LEPORT AN L{TATING
' (Ul\ln ORE, Tm
Unit Five™* STX = ENABLING GOAL

Unit Six
After putting down a brief description of couise content, the teacher
felt it necessary to place four asterisks after Unif Fouf becausc he considered
it the most important parc. As he continued to reflect on his teaching, he
also decided that Unit Five was important altﬁough not as much as Unit Four,

hence, the two asterisks. (The diagram arrows will be .explained later.)

Step 1wo

Starting to Write

Most teacheis have traditionally thcught in terms of what they are going

to do in teaching. They do not habitually think in terms of what their



students are goiig to do to learn. In other words, they assign the principal

things to be done by a student to the tasks of listening in class, taking

notes, studying the text, and preparing for exams. Most teachers admit that

they want the student to learn the subject; they often do not think of

specifying things the student should be able to do as a result of instruction

in a particular unit. Because this is a new task, it is not always an casy

‘one to hegin.

Rather than try to write objectives for each unit or section or topic,

11

it might bc a good idea for the teacher to ask himself about the most practical

advantage of the most important unit,

what

this

most

Unit

In the case in question, it might be good for the teacher to ask himself

is the activity which makes Unit Four so important in his mind. To make

more observable, it might be helpful for the teacher to think back on the

successful and on the most unsuccessful sgtudent he ever had as far as

Four was concerned. The teacher can center in on a number of things:

EXAMS

(2]

How did both of these students do on the examination?
Was there really very much differcence between the two?

Was the difference in knowledge, in attitude, or in
performance?

Was the difference due to ability or to lcarning
achievement?

How did both of these students perform on a day-to-day

basis in the classroom?

Which listened best?

Which asked the most, the best, the least, or the
worst questions?

Which followed directions most carefully or not at all?

With this information on "learner characteristics'" and performance, the

teacher i8 ready for the next set of questions on course objectives.

ERIC
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Step Three

Thinking It Qut

The following questions must be answered by you to begin this process
of objective specification
e What is the most {mportant activity in Unit Four? (TARGET)

e Why? (MOTIVATION)

¢ How can one know for certain that this most important
objective has been attained? (TEST)

e What are the various altérnativea open to you and
to learners to attain this desired goal? (TECHNOLOGY)

After you have come up with these answers even in a tentative form, you
are in possession of data that will make analysis of your goals, requirements,
and resources worthwhile.

It isn't necessary to do this for every goal of your course. Doing it
for only the most {mportant objective 18 enough for & good start. After
kthat, you will find yourself doing it only when it 18 worthwhile. In this
context, worthwhile will mean more than "empty analysis'" done to satisfy

someone else. You will do it only because you believe it is worthwhile.

You must answer these subjective questions
your own way. You have no proof you're
right. Later, you will be able to compare
your decisions and judgmenis with those
of your colleagues.

This method will try (1) to help you carry out
your freely chosen goals whatever they may
be and (2) to make. you aware of what your
colleagues are doing. Any decision to
change will still be up to you.
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DEFINITION : What Is a Performance Objective ?

One of the key concepts taken for granted in the following
pages 1is that of “ﬁerformance objeétivc” or '"behavioral objg;tiﬁe."
This concept is often associated with such things as criterion-
referenced objectives, built-in ev#luation. terminal student
pekformanée, and performance-oriented objectives, For the purpose
of this discussion, all of these terms are assumed to be practically
synonymous even though each emphasizes a different aspect.

A performance objective is defined a8 a statement of an
educational goal or objective in such a way as to clearly answer
three questions about the teaching-learning-evaluation process

e Exactly what will the successful student
be expected to do?

@ What materials and what procedures constitute
an integral part of this student performance?

e How will one know when the student
is performing this goal successfully?



E

Implications of This Definition

Performance objectives tell the student
or traince what {t is that hce or she will be
expected to do when he is evaluated, the
conditions under which he will have to
perform, and the level, oxtent, or quality
of performance cxpected,

To meet the standards herein spelled out,

such an objective must be written in
language that is clearly understandable by
students, trainees, and the genceral public,
Straightforward language works better than
scholarly and obscure terminology as a
vehicle with which to write objectives.

A well-written performance objective
should do three things:

lst e It should clearly indicate
what 1t is that a student who
has mastered the objective

will do or perform.

2nd ® It should say under what
conditions the student wiil

be cxpected to do this.

It should say to what extent
or degree of exccllence the
student will demonstrate -hig
ability to perform.

w
ad
[a 9
3

The mere act of writing objectives will
cause most tcachers to come to. grips with
what they are trying to do in the classroom.
This is a positive step towards relevant
Ingtruction. It also will give rise to an
important question in making instruction
more cffective, '"What materials and what
procedurcs will best help the student attain
objectives commonly agreced upon as relevant?"

This document will center on writing
objectives and on working them into an
Integrated system. However, it must always
be kept in mind that writing is the means
to other goals, e.g. the development of
goals meaningful both to student and to
teachers and the evaluation of methodology
in order to improve instruction, to name
only two examples.

Q
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The Rationale Behind Performance Objectives

Performance objectives are statements
which describe what successful students will
be capablce of doing at the conclusion of a
particular lcarning unit. ’

® Properly written performance
objectives leave no doubt as
to what 18 crpected of the
traince at the end of
ingtruction.

e Thesc objectives do not try
to dictate to the teacher
the methods to follow or the
classroom procadures to
employ in his teaching,

® lowever, they do eliminate
haziness about what is to be
accomplished.

There is nothing new or extraordinary
here, Experienced teachers have been doing
this even though they have not always put
it down on paper. Writing goals encourages
feedback from other teachera, When cne
starts exchanging profesgional ideas with
colleagues, suggestions and improvements
start to emcrge in an atmosphere of
enthusiasm, The following sections which
spell out e¢xactly what is meant by
performance, conditions, and extent are
intended to help tcachers get started
expressing, writing, and choosing their
objectives.

Components of a Well-Written Objective

A well-written performance objective
should spell out three things:

o the performancc expected (an

obscxrvable activity demonstrable
by the learner)

® the conditions whercin the student
will have an opportunity to
demonstrate the newly acquired
behavior or performancc

® the extent or degree of the expected
student performance which will serve
a8 the evaluative criteria to assess
the anticipated performance.



What Is Meant Ex_"Performance"?

Performance can be equated with doing.

If performance ig to be measured, it
mist be observable.

In other words, a statement of
performance must specify an activity
that can be obgerved directly.

Such verbs as 'know, comprehend, and
understand’ specify activities that can
only be inferred or seen indirectly, An
objective 18 more clearly writtén when
other more visible and more observable
verbs are used:

® A teacher who says he wants his
students to "understand' carburetors
15 less clcar than & teacher who
wants his traineces to be able to
'"elean' a carburetor,

o Similarly, the teachcer who says
he wants his sgtudents to learn
how to ''subtract' two digit numbers

is more frank in the same circumstances

than the tezacher who claims for his
goal "a deeper understanding’ of
mathematics. ’

Neither of these last two objectives
is faultlessly written; the conditiong and
the extent of the desired student behavior
are not spelled out, to name only two
possible sources of {improvement. However,
the change from an abgtract verb to a more
specific verb has improved the visibility
and observability of the intended
instructional objcctive,

e It is much casier to rccognize a
student that can '‘recad" voltmeters
than a student who '"understands"
measuring instruments,

e A student who can '"re-wire" a _
defective motor is more observable
than a student who can "comprechend"”
the principles of electric motors,

Even the word “'know" will have a
different meaning to a teacher who relies
upon "memory' questions and to a teacher
who relies upon "brainstorming" techniques.
It s helpful Lo the student if these

QO rences are spelled out,

E119
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What Is Meant by "Conditions''?

Conditions refer to the circumstances
in which the student is expected to perform,

Every situation will have its own
given restrictions which can range from
such obvious things as "paper and pencil"
and "common tools'" which need not always
be stated to more complex measurement
questions such as;

© Will this be an open or a closed
book cxamination?

¢ Must the student work strictly
from memory for formulas and data
or will he be allowed to use
reference tables?

e When the student identifies the
resistors will he work from memory
or with a color guide?

Each of these and similar questions
about conditons are important since a
change in the details of performance is
often directly associated with a diffcrent
type of cognitive functioning,

What Is Meant by "Extent"?

Extent refers to how well the student
is expected to perform.

This can be expressed i{in a number of
ways 3

e minimum standards

e maximum number of permissible errors

e specification of time standards

L toierance

¢ definition of correct or successful

8 cxpected percentage of success

® minimal number |

& degree of excellence

In other words, this is an attempt to

make as specific as possible the evaluative

criteria that will be used to assess the
performance.
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An Analysis Poerformance, Conditiony, and Extent

Do - - - Expressing Objectives in Terms of Student Performance

Some school curriculum guides usc words such as "understand,
- appreciate, know" to cxpress their objectives,

From the point of view of bechavioral objectives, the difficulty
with these verb% is that the performance is not dircetly obscrvable,
These verbs do not tell whqt the student or traince is supposcd to

be able to do as a result of this knowledge.

Conditions - - - Specifying the Exact Circumstances Under Which
the Performance Is to Take Place

Obviously, each set of circumstances that one might develop will
make its own specific demands upon the lecarner who attempts to accomplish
the objective.

The idea is not to end up with several hundred specifications for
every objective in cach section of a course, The idea is to start
specifying clearly the types of conditions under which the student will
be evaluated., Oncc this approach enters a teacher's lesscon plans, he
will inevitably make his teaching both more concrete and more intcresting

because of its practical and operational orientation.

Extent - - - An Evaluative Measure of Acceptable Performance

Some of the more obvious approaches are time limits, error counts,
percentage correct, minimum number, or accuracy. The emphasis {s on
the degree of excellence to be demonstrated by the student rather than
on how the trainee acquired the ability to perform the skill.
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When the student i¢ cexpected to While respording, the student will
periorn, the activity upon which he iz have acoeess to
cvaluated will be mainly ;

___ ddagrams, charts 5.34
e poncll end paper 1.0 o text (open book) 5.33
_____ chaservable activity 2.0 - portions of text 5.3%
_____dnferred from pervforwance 3.0 - rno toxt 5.5
His written activity will include __ reference tables (log, constants,
color code, manualsg) 5.42
. multiple choice ftems 1,1 . no references permitted 5.41
o wmatchinyg items 1.2
e Lrue~filse items 1.3
_ fillein itews 1.4 access to formulate plans 5.52
. wuritten essay 1.5 menorized data 5.51
His oral activity will include rawv materials 5.04
_any tools and equipment 5.63
., responding to qucstnons 2,11 —___ only specific tools 5.62
. oral description 2.12 access to supplies and parts 5.65
. asking questiocns 2.13 no tools 3.61
_______ _ oral iutceview 2.14
. oral interaction 2.15 |
o oral description 2.16 - For mathematical computations,
o group dynamics atmosphere 2.17 the student will have access to
The criteria for correct responses paper and pencil only 5,71
will stress mental calculat1ons only 3.72
_____ slide rule 5.73
imaginative responses (divergent) 4,13 ——___ calculator 5,74
specific responses (convergent) 4.11 . computer 5.75
~any model (generalized) 4,22 math tables 5.76
a specific model (sgpecific) 4,21
____ responding alone 5.11 His physical activity will stress
as part of a group 5.12 :
brute force 2.81
. classroom atmosphere J.21 minimum skill 2.82
__work atmosphere 5.22 ~ average skill 2.83
; complex skill 2.84
use of memory / 4,51 dexterity and finesse 2.85

use of higher mental functions 4.52

The student may perform for credit
Activities evaluated will be

only at Specified times 6,11

t(‘}ECher—initiated 5.23 only after instruction 6'12

____ student-initiated 5.24

during instruction 6.13
group~initiated 5,25 before instruction 6.14
whenever ready 6.15




21

a0 132lqng jou
‘SORIALDIY SZI|DNSIA —.§

-~

) pPapoid sSo4is — b
| BIISIAY PUD o .

snippupis Agpedg —g N sjupuiiojiad
| J9UIDd] SS3MS — ¢
SUGHIPUOY |

it jeds — 4 $25uUDIN0}13d Oul
~ 5|pog SPIAIPqNS — T

' HUIN2ENO

duy juioduld — © sqiaA oSt — L

FENITIQINS 34 Y




e
<L

T g T

PSRN TR v g Jtias

SRR OO TSNS AR VP s SO S

LY

11
#
o
]

=%
!

3
Lo

€

iy \J
=3 Y m
e
x-.a,w £
Y e : ¢ 7 b
o Gopt ofd Nend Swed Ua '

c

om G e T R e T £ 8y o T, o ey Ty B S (e
p sl P A T 08 SR A W TS PO S A

m E.nw

Eotirs ChrRid Wennl Sy varu S.L e

& BN G
m \

«Wu!nﬂ.h(ﬁﬁ.ﬁw..ﬂduuu:w:a NTREG RIS

nh’z"\'
ey

<

O

Aruitoxt provided by Eic:

E



&7 .w.ﬂ.\\:..
w5 I {:

\ B i

ST B G Y
; oo i)
» .pn\r c: